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CHAPTER I. INTRODUCTION 
Criticism of American education is at an all-time high. 
The widespread failure of public schools to educate students 
was brought to the attention of the American public during 
the early 1980's when reports such as A Nation At Risk 
(1983) conducted by the National Commission on Excellence in 
Education and The Carnegie Report (Boyer, 1983) were 
published. Since that time, public education in the United 
States has undergone numerous reform efforts in an attempt 
to better educate students. Today educators are under 
increasing pressure to provide students with a quality 
education that will lead to future success. Discovering 
ways to increase student achievement is crucial to the 
survival of the public education system. 
The classroom teacher is included in virtually every 
discussion on school effectiveness and student success. 
Teachers play a vital role in educating students. 
Researchers interested in identifying those teacher 
characteristics that have a positive impact on student 
learning have found one characteristic consistently related 
to student achievement—teacher efficacy (e.g., Armor et 
al., 1976; Berman et al., 1977; Tracz & Gibson, 1986). 
Teacher efficacy has been described as "the extent to which 
teachers believe they can have a positive effect on student 
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learning and achievement" (Ashton et al., 1983, p. ii). The 
construct teacher efficacy was first introduced into 
educational research by two Rand Corporation evaluation 
studies (Armor et al., 1976; Berman et al., 1977). Results 
of these studies identified teacher efficacy as the most 
important variable related to student achievement. Teachers 
who believe that they can teach and that students can learn 
have a positive influence on student motivation and 
achievement. 
The Rand Corporation evaluations and subsequent 
educational studies have identified two separate dimensions 
of teacher efficacy: general teaching efficacy and personal 
teaching efficacy. General teaching efficacy refers to 
teachers' belief that they can sufficiently control the 
environment in order to teach all students. Personal 
teaching efficacy refers to teachers' conviction that they 
have the competence to teach students. 
These two efficacy dimensions are independent of each 
other. Teachers may believe that teaching can impact 
students' learning, and feel that they have (or lack) the 
ability to make a difference with students. Conversely, 
teachers may believe that "teaching in general can have 
little impact on students and that they are (or are not) 
exceptions to this rule" (Hoy & Woolfoik, 1990, p. 283) . 
In addition to impacting student achievement, teacher 
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efficacy levels influence the way teachers behave. Teachers 
with high self-efficacy are more likely to implement 
innovative practices (Berman et al., 1977; Guskey, 1988). 
Guskey (1988) asserts, "The vast majority of modern 
educational improvement efforts involve the implementation 
of new or alternative instructional practices" (p. 63) . 
Teachers with high efficacy levels are willing to challenge 
the status quo in order to improve conditions in the 
workplace. Teacher innovation in the classroom will 
increase student achievement and promote school change. 
Several research studies have focused on defining 
self-efficacy as a variable that not only affects other 
behaviors, but also is affected by a number of pre-existing 
conditions (e.g., Ashton, 1985; Denham & Michael, 1981; 
Garrett, 1978) . A topic for recent research has been to 
determine those factors that have an impact on teacher 
self-efficacy. 
Identifying the organizational factors that can be 
controlled in order to increase teachers' sense of efficacy 
is of particular interest and concern to school officials 
(Brissie et al., 1988). Instructional leadership behaviors 
of principals, such as team building, communication 
openness, motivation building, and capability to lead, have 
been identified as important factors related to teacher 
efficacy levels (Grafton, 1987; Lubbers, 1990; Martin, 
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1990). Principals who treat teachers as professional 
partners by including teachers in the decision-making 
process and by adopting an egalitarian leadership style help 
to raise teachers' sense of efficacy. "Collegial 
relationships with instructional leaders can help teachers 
improve instructional attainments, and also help teachers 
feel their influence with student learning" (Martin, 1990, 
p. 24). 
Just as organizational factors such as instructional 
leadership influence teacher efficacy levels, a teacher's 
sense of efficacy also has an impact on how the teacher 
views and thinks about those factors, including 
instructional leadership (Garrett, 1978). Thus, individual 
teachers under the same principal may vary significantly in 
their perceptions of his or her leadership behaviors as a 
result of their differing self-efficacy levels. By 
understanding teachers' perceptions, administrators can 
implement those organizational structures that best foster 
teachers' positive perceptions of the principal, thereby 
increasing teachers' sense of efficacy (Grafton, 1987). 
Statement of the Problem 
Most research studies investigating teacher self- 
efficacy and its relationship to instructional leadership 
behaviors have examined how the behavior of the building 
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principal affects the overall efficacy level of teachers 
within that building. Few studies, however, have focused on 
determining if teachers' perceptions of the principal as an 
effective instructional leader are related to teachers' 
feelings of teaching self-efficacy. The relationship 
between individual teachers' sense of personal or general 
teaching efficacy and their perceptions of instructional 
leadership behaviors of building principals needs to be 
researched. 
Research Questions 
The following questions were developed from the 
research problem and framed this study: 
1. What are the levels of personal teaching efficacy and 
general teaching efficacy of teachers in one elementary 
school and one secondary school within the same Iowa 
school district? 
2. What are the levels of effectiveness of the principals 
in the four dimensions of instructional leadership 
(i.e., communication openness, team building, 
motivation building, capability to lead) as reported by 
teachers in these elementary and secondary schools? 
3. Do teachers' levels of personal teaching efficacy and 
general teaching efficacy and teachers' perceptions of 
their perceptions of their principals' effectiveness in 
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instructional leadership behaviors differ based on age, 
gender, educational training, and building level? 
4. Is there a relationship between teachers' levels of 
personal teaching efficacy and their levels of general 
teaching efficacy? 
5. Do any relationships exist between teachers' 
perceptions of their principals' effectiveness in 
instructional leadership behaviors and teachers' levels 
of personal teaching efficacy or general teaching 
efficacy? 
Purpose of the study 
The purpose of this study was to examine teachers' 
ratings within a school district on the Teacher Self- 
Efficacy Scale (Gibson & Dembo, 1984); the teachers' 
perceptions of instructional leadership behaviors of the 
building principals; and the relationship between individual 
teachers' efficacy levels and their perceptions of the 
building principal as an effective instructional leader. 
This study will provide useful information to school 
officials on ways to increase teacher efficacy levels, which 




The following hypotheses were developed to determine 
specific relationships between teachers' sense of efficacy 
and their perceptions of instructional leadership behaviors: 
1. The levels of personal teaching efficacy are related to 
the levels of general teaching efficacy of teachers. 
2. Elementary teachers' perceptions of the dimensions of 
instructional leadership behaviors of the building 
principal are related to their levels of personal 
teaching efficacy. 
3. Secondary teachers' perceptions of the dimensions of 
instructional leadership behaviors of the building 
principal are related to their levels of personal 
teaching efficacy. 
4. Elementary teachers' perceptions of the dimensions of 
instructional leadership behaviors of the building 
principal are related to their levels of general 
teaching efficacy. 
5. Secondary teachers' perceptions of the dimensions of 
instructional leadership behaviors of the building 
principal are related to their levels of general 
teaching efficacy. 
The levels of perception of instructional leadership 
behaviors among teachers differ based on the 
6. 
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demographic factors of educational training, grade 
level taught, gender, and years of experience in 
education. 
7. The levels of personal and general teaching efficacy 
among teachers differ based on the demographic factors 
of educational training, grade level taught, gender, 
and years of experience in education. 
Basic Assumptions 
The study was based on the following assumptions: 
1. The teachers surveyed were honest and accurate in their 
responses. 
2. The teachers completed each survey instrument 
independently. 
3. The Teacher Self-Efficacy Scale is a reliable and valid 
measure of teacher self-efficacy (Gibson & Dembo, 
1984) . 
4. The instruments used to develop the guestionnaire 
regarding instructional leadership behaviors are 
reliable and valid (Sweeney, 1983; Martin, 1990). 
5. An effective instructional leader promotes collegiality 
and egalitarian relations in the workplace. 
Delimitations of the Study 
The following factors limited the scope of the study: 
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1. Variables not related to instructional leadership 
(e.g., student characteristics, class size, community 
size and location, legislative mandates) which may 
affect the teachers' sense of efficacy and their 
perception of instructional leadership behaviors were 
excluded as a part of this study. 
2. After a review of the literature, the constructs were 
selected and defined. However, this study may not 
contain all factors related to instructional leadership 
and teacher self-efficacy. The instrument developed to 
measure teachers' perceptions of instructional 
leadership addresses four dimensions: 1) communication 
openness, 2) team building, 3) motivation building, and 
4) capability to lead. The instrument used to measure 
teacher self-efficacy addresses two dimensions: 1) 
personal teaching efficacy and 2) general teaching 
efficacy. 
3. The study was limited to a convenience sampling of 
teachers from one rural school district who voluntarily 
completed the survey instruments. Therefore, the 
results cannot be generalized to the specified 
population. 
4. Any relationships found between teachers' self-efficacy 
and their perceptions of instructional leadership 
behaviors do not imply causality. 
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Definitions of Terms 
Instructional Leadership Behaviors: Instructional 
leadership behaviors were categorized into four constructs. 
Each construct reflects an educational environment that is 
participative and egalitarian in nature. These constructs 
are as follows: 
Communication openness: The principal's ability to 
communicate belief, trust, and confidence in the 
teacher's ability. The establishment of an environment 
that provides non-threatening, constructive feedback, 
both from the principal and from other teachers. The 
principal's sensitivity and attentiveness to the needs 
and efforts of teachers. 
Team building: Principal behaviors that encourage and 
actively engage teachers in participative decision 
making. The development of an organizational structure 
that establishes an environment of collegiality and 
cooperation. 
Motivation building: The principal's demonstration of 
high expectations for teachers and students. An 
ongoing practice that recognizes the accomplishments of 
others. 
Capability to lead: The principal's qualifications to 
serve as a reliable source of information. An adequate 
amount of time for the principal to serve as an 
instructional leader. 
Teacher Self-Efficacy: Gibson and Dembo's (1984) Teacher 
Self-Efficacy Scale differentiates between general teaching 
efficacy and personal teaching efficacy, and, as such, 
provides the researcher with important information about the 
source of efficacious or inefficacious behavior: 
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General teaching efficacy: The teacher's outcome 
expectations, or beliefs about the ability of teachers 
to produce student learning in spite of obstacles. The 
teacher's perception of how much control a teacher has 
over the environment. 
Personal teaching efficacy: The teacher's 
personal sense of effectiveness as a teacher. The 
teacher's assessment of personal abilities to 
effect student change. 
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CHAPTER II. REVIEW OF LITERATURE 
This chapter presents a synopsis of some of the 
relevant literature and research concerning self-efficacy 
and instructional leadership. The review of the literature 
related to self-efficacy focuses on four major areas: 1) 
the construct self-efficacy, 2) the construct teacher self- 
efficacy, 3) conditions affected by teachers' sense of 
efficacy, and 4) conditions that affect teachers' sense of 
efficacy. The review of the literature related to 
instructional leadership focuses on three major areas: 1) 
school organizational structures that foster professionalism 
in teachers, 2) the principal as an effective instructional 
leader, and 3) teachers' perceptions of the instructional 
leader. 
Self-Efficacy 
In 1977, Bandura presented a theory that explained the 
relationship between cognitive processes and changes in be¬ 
havior. He proposed that behavior is influenced not so much 
by external factors in a given situation, but rather by 
internal thought processes—the individual's sense of 
self-efficacy. Self-efficacy plays a major role in people's 
lives because it controls behavior, thought patterns, and 
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emotional reactions (Bandura, 1977). 
In his discussion on self-efficacy, Bandura makes an 
important distinction between what he terms "outcome 
expectancy" and "efficacy expectation." Outcome expectancy 
refers to the belief that a certain behavior will produce 
predicted outcomes, whereas efficacy expectation is defined 
as "the conviction that one can successfully execute the 
behavior required to produce the outcomes" (Bandura, 1977, 
p. 193). Outcome efficacy and efficacy expectation are 
differentiated because people may believe that an outcome is 
possible, but they do not see themselves as capable of 
producing that outcome. 
Self-efficacy becomes an important factor in the course 
of personal development because it influences the choice of 
activity and environmental settings, amount of effort ex¬ 
pended, and persistence in the face of difficulties 
(Bandura, 1981). People with a strong sense of personal 
efficacy are more likely to actively engage themselves in 
difficult tasks to meet the demands of the situation 
(Bandura, 1981). In contrast people who perceive themselves 
to be lacking in ability tend to shun potentially enriching 
experiences (Bandura, 1981) Both types of behaviors 
reinforce the pre-existing perceptions of their 
self-efficacy. 
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In identifying factors that have an effect on 
self-efficacy, Bandura (1977, 1981) discusses four sources 
of efficacy information. First, actual performance 
accomplishments are the most important source of efficacy 
information because they are based on personal experiences. 
Second, vicarious experiences of observing the performance 
of others affects one's sense of efficacy in that observing 
others' success can persuade the individual that he or she 
possesses similar capabilities. Third, verbal persuasion 
that convinces the person that he or she can succeed 
contributes to successful performance if it is within 
realistic bounds. Fourth, the person anticipates that his 
or her ability to perform is negatively related to the level 
of physiological arousal experienced; thus, the stronger the 
emotional reaction, the more lacking in ability the 
individual perceives him- or herself to be. 
Teacher Self-Efficacy 
Bandura's theoretical development of the broad con¬ 
struct self-efficacy provides a useful framework for gain¬ 
ing an understanding of the impact that self-efficacy in 
teachers has on the educational environment. On the basis 
of Bandura's theory, one can identify two efficacy dimen¬ 
sions in teachers—general teaching efficacy and personal 
teaching efficacy (Ashton et al., 1983; Ashton, 1985; Denham 
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& Michael, 1981; Gibson & Dembo, 1984). The first 
dimension, general teaching efficacy, refers to the 
teacher's outcome expectations—his or her beliefs about the 
ability of teachers to produce student learning in spite of 
obstacles (Ashton, 1985). This dimension reflects the 
teacher's perception of how much control a teacher has over 
the environment (Denham & Michael, 1981). 
The second dimension, personal teaching efficacy, 
refers to the teacher's personal sense of effectiveness as a 
teacher (Ashton, 1985). It reflects the teacher's 
assessment of personal abilities to successfully teach 
students (Denham & Michael, 1981). To determine the source 
of a teacher's efficacy or inefficacy, it is important to 
keep the two dimensions, general teaching efficacy and 
personal teaching efficacy, separate conceptually. 
Conditions Affected by Teacher Self-Efficacy 
Teachers' sense of efficacy, including both personal 
and general teaching efficacy, has a strong relationship 
with specific teacher behaviors. Consequently, these 
teacher behaviors have an indirect but significant impact on 
student achievement levels. Knowing a teacher's self 
efficacy level can be useful in predicting teacher behavior 
and student achievement levels in the classroom. 
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Teachers with high self-efficacy exhibit higher 
expectations of students than do teachers with a low sense 
of efficacy (Ashton et al., 1983; Hillman, 1984). In 
addition, they persist longer in eliciting correct student 
response (Gibson & Dembo, 1984). High-efficacy teachers use 
a humanistic approach in working with students, creating a 
warm, supportive environment (Ashton et al., 1983; Woolfolk 
et al., 1990). They use less criticism and provide more 
support for students (Gibson & Dembo, 1984). 
Teachers with low self-efficacy rely more on extrinsic 
motivation (Woolfolk et al., 1990) and non-academic games 
(Gibson & Dembo, 1984) to engage students in the classroom. 
Low-efficacy teachers also rely extensively on small and 
individual grouping in the classroom. Researchers report 
that students taught through large group instruction are on- 
task a larger percentage of the time than are students 
taught through small-group or individual group practices 
(Tracz & Gibson, 1986). Teachers with high self-efficacy 
feel confident enough to use large group instruction as a 
means of educating students (Gibson & Dembo, 1984; Tracz & 
Gibson, 1986). As a result, students in the classrooms of 
teachers with high self-efficacy are on-task a greater 
amount of time than are students in other classrooms (Ashton 
et al., 1983; Tracz & Gibson, 1986). 
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A teacher's self-efficacy level also impacts his or her 
willingness to take risks and implement innovation. In 
studies that focus on teacher self-efficacy, researchers 
discovered that high-efficacy teachers were more likely to 
implement and continue using innovative teaching methods 
than were teachers of low self-efficacy (Berman et al., 
1977; Guskey, 1988). 
These teacher behaviors in the classroom have a 
significant impact on student achievement. In a study 
evaluating the Los Angeles School Preferred Reading Program 
that was funded by the Rand Corporation, Armor et al. (1976) 
found that students of teachers with high self-efficacy had 
improved reading scores. In the second phase of the Rand 
Corporation study, Berman et al. (1977) had similar results. 
Once again teachers' sense of efficacy was found to improve 
student performance in reading. 
Results of later studies support the findings of the 
Rand Corporation. Teacher self-efficacy was found to have 
an impact on student outcomes in language, reading and 
mathematics (Ashton et al., 1983; Midgely et al., 1989; 
Tracz & Gibson, 1986). Midgely et al. (1989) discovered 
that students entering junior high who moved from having a 
high efficacy teacher to having a low efficacy teacher in a 
mathematics classroom exhibited the lowest expectations and 
perceived performance of all groups in regard to their own 
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mathematical abilities. In a study measuring the effect of 
self-efficacy and expectations on achievement in school 
districts, Hillman (1984) reported that when two or more 
groups of individuals (students, teachers, and principals) 
within the district had high efficacy and expectations, high 
achievement scores were the result. Clearly a teacher's 
sense of efficacy affects student achievement. 
The effect of self-efficacy on teacher behaviors and 
student achievement levels points to the importance of 
having teachers in the classroom who exhibit a high sense of 
efficacy. But promotion of efficacy in teachers is possible 
only if one understands that self-efficacy is affected by 
factors in the environment. Identifying these factors can 
provide researchers and school officials with valuable 
information about the conditions that have an impact on 
teacher self-efficacy levels. 
Conditions That Affect Teacher Self-Efficacy 
Ashton (1985) examines the variables that affect 
teachers' sense of efficacy. She identifies a variety of 
factors that have an impact on teacher self-efficacy, 
including the immediate school setting, administrative 
practices, community traits, state and national legislative 
decisions, and cultural beliefs and ideologies. 
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Other researchers also have identified a variety of 
factors that have an impact on teacher self-efficacy levels. 
Garrett (1978) identifies the personal traits of knowledge, 
perceptions, beliefs, and enthusiasm as factors that 
contribute to teaching success. Garrett's study reveals 
that teachers regard administrators' behaviors as important, 
with administrative support rated as extremely important to 
teacher success. In his research on career alienation, Knoop 
(1982) reported the job-related variables of participation 
in decision making, considerate leadership, and job autonomy 
as the most important factors contributing to teachers' 
positive perceptions of the teaching profession. Burks 
(1989) found efficacy to be influenced by collegiality, high 
expectations for learning, administrative support, and 
absence of external controls. All of these variables are 
conditions that have an impact on teacher self-efficacy. 
Not all conditions, however, are under the control of 
school officials. Recognizing that factors such as 
socioeconomic status, legislative and judicial mandates, and 
community size and location have an impact on teacher 
efficacy can help administrators to predict efficacy levels, 
but having this knowledge does not allow them to control 
such factors. 
Nevertheless, some conditions that impact teacher 
efficacy are modifiable within the school setting. 
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Variables related to the organizational structure and 
environment of the school do come under administrative 
influence. Identifying these factors can help school 
officials to make necessary changes in the educational 
environment that will raise teachers' self-efficacy, thereby 
impacting student achievement and teacher involvement in 
organizational change. 
Organizational Structure 
In recent years, educators and researchers have 
examined the need for changing schools' organizational 
structure to improve the quality of education. The 
examination has included organizational factors that affect 
teacher self-efficacy levels. Martin (1990) identifies 
three conditions in the school setting that increase teacher 
effectiveness in the classroom: collegial and collective 
participation at the local level, broad-based decision 
making, and egalitarian leadership. 
Conditions in the school environment associated with 
low teacher self-efficacy are cited also as factors 
contributing to teacher burnout and alienation (Ashton, 
1985; Brissie et al., 1988, Knoop, 1982). Teachers who feel 
they have little influence on student learning become 
disillusioned with the teaching profession, choosing to 
leave teaching for other careers (Ashton, 1985). Brissie et 
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al. (1988) report that several environmental factors are 
implicated in teacher burnout: organizational rigidity, 
lack of participation in decision making, and lack of 
support from principals and peers. In order to decrease 
teacher alienation, Knoop (1982) concludes that school 
administrators need to revise their leadership behaviors to 
a more participative style. 
The way a school is organized impacts teachers' 
self-efficacy (Ashton et al., 1983; Evans, 1989; McLaughlin 
et al., 1986; Ruscoe, 1989). In separate studies that 
examine the differences between junior high and middle 
school organizational structures, Ashton et al. (1983) , 
Evans (1989), and Ruscoe (1989) found that the 
interdisciplinary team structure of the middle schools is 
related to higher efficacy rates in teachers. The 
departmentalization of traditional junior high schools, 
characterized by isolation and lack of collegial support, is 
related to lower efficacy attitudes. 
Incorporating a participatory management approach into 
the school organizational structure can have a positive 
impact on teacher efficacy rates. Lieberman (1988) argues 
that including teachers in the daily operations of the 
school increases their effectiveness because it treats them 
as professionals. Teachers who are given the time and 
encouragement to talk to other teachers about what is most 
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important to them—students' growth and development—feel a 
commitment to the school (McLaughlin et al., 1986). An 
inclusive style of leadership also gives teachers some 
control and responsibility over the decisions that affect 
them on a day-to-day basis in the classroom. Participative 
management practices in education establish an environment 
that encourages professional growth and self-efficacy in 
teachers. 
Instructional Leadership 
The implementation of participative management at the 
building level requires a principal who can serve as an 
effective instructional leader (Grafton, 1987; Glickman, 
1987; Lieberman, 1988; Martin, 1990). Lieberman (1988) 
states that effective leaders know Mthe best way to lead is 
to empower others by finding ways for all members of the 
community to participate in shaping a school's values, 
goals, and procedures for attaining those goals" (p. 649). 
Research done in schools that were stable or improving 
had principals who were strong instructional leaders that 
shared leadership duties and responsibilities (Glickman, 
1987; Lubbers, 1990). Glickman (1987) reports that in three 
different improving districts, "the principal tended to 
function as a source of encouragement and support, 
allocating instructional leadership to others instead of 
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serving as the all-knowing, ever-present instructional 
expert" (p. 121). 
Four dimensions associated with effective instructional 
leadership are communication openness, team building 
(including collegial relations and participative decision 
making), use of motivational builders, and capability to 
lead (Brissie et al., 1988; Grafton, 1987; Lieberman, 1988; 
Martin, 1990; Ruscoe, 1989). These four constructs have 
been chosen to define effective instructional leadership 
behaviors in the building principal in this study. All are 
associated with a participative educational environment that 
encourages and fosters professionalism in teachers. 
Communication openness is a crucial element in the 
principal-teacher relationship. Principals who demonstrate 
trust, belief, and confidence in teachers will increase 
teachers' sense of efficacy (Grafton, 1987; Lyman, 1987; 
Martin, 1990). Lyman (1987) asserts that "trust is a key 
factor in the success of the supervisor in helping teachers 
to change their behaviors" (p. 2). When teachers trust the 
instructional leader, they are more willing to communicate 
their feelings of ineffectiveness (Martin, 1990). Grafton 
(1987) found that teachers were more likely to use an open, 
problem-solving approach to conflicts when they perceived 
the principal as trustworthy. 
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Another aspect of communication that impacts 
self-efficacy is constructive feedback (Ashton et al., 1984; 
Brissie et al., 1988; Chester, 1991; Martin, 1990). In a 
study conducted with beginning teachers, Chester (1991) 
reported that teachers who received little or no feedback 
during their first year of teaching experienced much larger 
declines in efficacy than did those who had received 
feedback concerning their teaching performance. Informative 
feedback or scheduled evaluation sessions help teachers to 
see themselves as effective in the role of teacher (Brissie 
et al., 1988) . 
Instructional leaders also need to communicate support 
by being sensitive and attentive to teachers' needs and 
efforts (Brissie et al., 1988; Garrett, 1978; Martin, 1990). 
Garrett (1978) found that administrative support is the most 
important variable related to teacher success. Teachers who 
do not feel supported and perceive the administrator as 
unresponsive to their needs report higher levels of burnout 
than do other teachers (Brissie et al., 1988). Principals 
can increase teachers' feelings of effectiveness by being 
accessible and willing to listen to teachers' concerns, 
which also promotes collegial relationships (Martin, 1990). 
Team building is also an essential element in 
increasing teachers' self-efficacy (Ashton et al., 1983; 
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Ashton et al., 1984; Ashton, 1985; Evans, 1989; Lieberman, 
1988; Martin, 1990; Rallis, 1988; Ruscoe, 1989). In schools 
where instructional leadership teams are working 
effectively, Rallis (1989) identified two conditions present 
in the school environment: collegiality and principal 
support for participative decision making. 
Isolation, rather than collaboration, is the norm in 
many school organizational structures (Brissie et al., 1988; 
Knoop, 1982; Lieberman, 1988). Developing collegiality and 
collaboration with other teachers has a significant impact 
on teacher self-efficacy (Ashton et al., 1984; Chester, 
1991; Lieberman, 1988), as does fostering a collegial 
relationship between the teacher and the instructional 
leader (Chester, 1991; Lieberman, 1988; Lyman, 1987; Martin, 
1990). Lieberman (1988) illustrates this point: 
"Paradoxically, although teachers spend most of their time 
facilitating the learning of students, they themselves have 
few people to meet their own needs for recognition, 
encouragement, support, and engagement in professional 
learning" (p. 651). 
To become professional members of the school community, 
teachers must also be involved in the decision-making 
process. In his qualitative study, Ruscoe (1989) reports 
that most teachers expressed a need to be involved in 
decision making in order to feel effective. Teacher efficacy 
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is affected by faculty influence over school policy 
(Fletcher, 1990), and it is the responsibility of the 
instructional leader to involve all teachers in making 
instructional decisions (Martin, 1990). Many administrators 
pride themselves in having teacher representatives appointed 
to committees to help in making decisions for the school. 
However, involving only a handful of teachers can work to 
hinder collegial relations among teachers (Barth, 1988; 
Lieberman, 1988). "Relying on a small number of trusted 
teachers for schoolwide leadership is divisive, because it 
excludes untried teachers—who are in the majority—from the 
community of learners" (Barth, 1988, p. 641). As 
instructional leaders, principals must work to develop a 
genuine colleagueship, rather than a system of "elitism" 
(Lieberman, 1988, p. 651). 
Using motivation builders is an important instructional 
leadership behavior (Hillman, 1984; Lieberman, 1988; Martin, 
1990). Setting high expectations is one way principals can 
motivate teachers and students. In contrast to low 
achieving schools, high-achieving schools are more likely to 
set and maintain high standards for behavior and achievement 
(Hillman, 1984) . 
Another important motivation builder is recognition of 
achievement. Both teachers and students need to be 
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recognized for their accomplishments (Lieberman, 1988) . 
McLaughlin et al. (1986) report that almost every teacher 
they surveyed felt they did not get the respect and 
recognition they deserved. Without some acknowledgement of 
the difficult work they do, many teachers decide that it's 
"just not worth the effort" (McLaughlin et al., 1986, p. 
424). Effective instructional leaders look for ways to 
promote the achievements of individuals within the 
educational environment. 
Having the capability to lead others is also an 
important factor in serving as an instructional leader 
(Garrett, 1978; Martin, 1990). Martin (1990) identifies two 
aspects of this dimension: adequate amount of time, and 
qualifications to serve as a reliable source of information. 
Lyman (1987) asserts that lack of time can have a negative 
impact on the way a teacher perceives leadership 
capabilities. If the principal appears rushed, teachers are 
less likely to place trust in his or her ability to provide 
effective leadership. 
Principals also must be seen as a credible source of 
information. Grafton (1987) found that teachers were more 
likely to communicate with the principal to seek solutions 
to problems if they perceived him or her as being a reliable 
source of information. Serving as a reliable source does 
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not mean, however, that the principal must be an expert in 
all areas (Barth, 1988). Perhaps more important is the 
principal's ability to guide teachers to the appropriate 
sources to aid in their professional development 
(McLaughlin, 1986). 
Teachers' Perceptions of Instructional Leadership 
Strong evidence exists to support the contention that 
the instructional leadership behaviors of principals are 
related to teacher self-efficacy. Principals who treat 
teachers as partners and work to develop a professional 
atmosphere within their buildings have a positive impact on 
the overall level of efficacy of teachers. 
However, the effectiveness of these instructional 
leadership behaviors is also determined by individual 
teachers' perceptions of those behaviors. Just as 
organizational factors such as participative leadership 
affect teacher efficacy, a teacher's efficacy level in turn 
affects the teacher's perception of these organizational 
conditions (Bandura, 1977; Garrett, 1978). Thus, teachers 
who have low self-efficacy because of other variables in the 
environment may perceive the principal to be less effective 
than teachers who have a higher efficacy level. 
Because a person's perceptions are largely the 
determinants of behavior (Bandura, 1977; Garrett, 1978), it 
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is beneficial for school officials to determine how teachers 
perceive the building principal and what relationship these 
perceptions have to their sense of efficacy. Establishing 
this relationship can provide school officials with an 
explanation for why some teachers seem impervious to changes 
in the school environment. In addition, realizing that a 
relationship exists between teachers' perceptions of the 
principal as an instructional leader and their efficacy 
levels can guide the principal in ways to increase teacher 
self-efficacy. 
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CHAPTER III. METHODS AMD PROCEDURES 
Introduction 
The purpose of this chapter is to discuss the methods 
and procedures used to assess: 1) the level of personal 
teaching efficacy in each building, 2) the level of general 
teaching efficacy in each building, 3) teachers' 
perceptions of instructional leadership behaviors in 
building principals, 4) the extent to which teachers' 
perceptions of instructional leadership behaviors are 
related to personal teaching efficacy and general teaching 
efficacy, and 5) the extent to which specified demographic 
factors make a difference in teachers' self-efficacy levels 
or their perceptions of principal leadership behaviors. 
This chapter, which describes the methods and 
procedures used to gather and analyze the data required for 
the study, has been divided into four major sections. The 
first section "Sample” describes the population from which 
the respondents were selected for the study. The second 
section "Instrumentation" describes the instruments used to 
gather data for this study. The third section "Procedures" 
explains the methods used for dissemination and collection 
of the surveys to respondents. The fourth section "Analysis 
of Data" reviews the statistical methods used in the 
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treatment of the data selection of the sample. 
Sample 
The population in this study consisted of 43 teachers 
from a K-12 school district in a community of 1900 located 
in West Central Iowa. The school district consists of one 
elementary school (K-6), one junior high school (7-8), and 
one high school (9-12). K-12 student enrollment was 625 in 
the district. 
Instrumentation 
Two items and a cover page were used to gather data for 
this study. The cover page contains several items requesting 
demographic information about the individual teacher. This 
page is located in Appendix A. 
The first instrument, Teacher Efficacy Scale, was 
developed by Gibson and Dembo (1984) to measure teacher 
efficacy. Results of their study provide validation support 
for the use of the Teacher Efficacy Scale to measure the 
construct of teacher efficacy. 
In a factor analysis conducted by Gibson and Dembo 
(1984) on the Teacher Efficacy Scale, two factors emerged 
that represent separate dimensions of teacher efficacy. 
Factor 1 represents a teacher's sense of personal teaching 
efficacy, the belief that one has the skills and abilities 
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to have an impact on student learning. Factor 2 represents 
a teacher's sense of general teaching efficacy, the belief 
that teachers have the ability to produce student learning 
in spite of external obstacles. Because these two factors 
were only moderately correlated in the Gibson and Dembo 
(1984) study, they are treated as separate dimensions in the 
present study. 
The Teacher Efficacy Scale consists of 30 items 
presented in a 6-point Likert scale format in which 
respondents were to select a number (l=strongly disagree to 
6=strongly agree) to indicate their level of agreement with 
each individual statement. The Teacher Efficacy Scale is 
displayed in Appendix A. 
The second instrument, Instructional Leadership 
Behaviors, was developed by this investigator to measure 
teachers' perceptions of principals' instructional 
leadership behaviors. Items for the instrument were selected 
from two separate surveys. One survey, developed by Martin 
(1990), assesses teachers' perceptions of principal and 
supervisor leadership behaviors in relationship to 
instructional attainment and teacher empowerment with 
instructional improvement (pp. 10-11). Martin pilot tested 
and revised the items that comprise the final survey used in 
her study. The other survey, School Climate Inventory, was 
developed by Sweeney (1983) to assess perceptions of 
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factors related to school climate. Items related to the 
dimension motivation building were selected from the School 
Climate Inventory. 
Items for the Instructional Leadership Behaviors survey 
used in the current study were selected and adapted from 
these two surveys in order to assess teachers' perceptions 
of instructional leadership behaviors of the building 
principal. This instrument contains 29 items presented in a 
6-point Likert scale format. Respondents were to indicate 
their level of agreement with each individual statement by 
selecting a number (l=strongly disagree to 6=strongly 
agree). The Instructional Leadership Behaviors survey is 
displayed in Appendix A. 
Procedures 
The survey instruments were developed, disseminated, 
and collected by this investigator. The methods and 
procedures used to collect data were reviewed and certified 
by the University Human Subjects Review Committee (see 
Appendix B). A cover page assuring anonymity and the survey 
instruments were handed out to teachers in their respective 
building faculty meetings. Completion of the survey 
instruments was voluntary, and teachers turned in the 
surveys to this investigator at their convenience. Forty- 
three of the 47 teachers employed by the school district 
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completed and returned the cover page and two survey 
instruments. 
Analysis of the Data 
Descriptive statisics (frequencies, means, and standard 
deviations) were computed to examine all demographic 
variables (i.e., gender, building level, years of 
educational experience, and educational training). A one¬ 
way analysis of variance (ANOVA) procedure was used to 
determine if there were differences in the perception of 
instructional leadership behaviors of principals among 
teachers classified by these demographic factors. This 
procedure also determined differences in ratings on the two 
dimensions of teacher self-efficacy classified according to 
these factors. 
Pearson product-moment correlation analysis was 
conducted to determine if there were any relationships 
between teachers' ratings on the four dimensions of 
instructional leadership behaviors of each building 
principal and in ratings on the two dimensions of teacher 
self-efficacy. 
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CHAPTER IV. ANALYSIS OF THE DATA 
The purpose of this chapter is to present the data from 
the instruments selected and used in this study. All data 
were analyzed using the Statistical Package for the Social 
Sciences (SPSS) computer program. The results of the study 
are presented in three sections: 1) demographic descriptive 
data, 2) study variables descriptive data, and 3) 
hypothesis testing. 
Demographic Descriptive Data 
Data were compiled from the surveys returned by 43 of 
47 teachers from one school district in Iowa, a 93 percent 
return response rate. Twenty-two elementary teachers and 20 
high school teachers completed and returned the survey 
instruments. Because only one teacher from the junior high 
returned the surveys, any discussion and analysis will be 
confined to an examination of the elementary and high school 
buildings. A description of the respondents from the 
elementary and high school is reported in Table 1. 
The school district has more female teachers than male 
teachers. While males represent 26% of the teacher 
population, only one of the 22 teachers in the elementary is 
male. The high school is evenly distributed with 10 male 
and 10 female teachers completing the survey. 
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Teachers in the district have a wide range of 
experience. Thirty-two percent of the teachers from the 
elementary and 60 percent of the teachers from the high 
school have 10 years or less experience in education. Of 
the 14 respondents having more than 20 years experience in 
the classroom, 10 were from the elementary and 4 were from 
the high school. 
The amount of educational training of the teachers also 
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varies widely. Eighteen percent of the respondents from the 
elementary and 40 percent from the high school had less than 
a Bachelor's plus 15. Teachers possessing a Master's degree 
comprised only 18 percent of the elementary teachers and 15 
percent of the high school teachers. Fifty-four percent of 
the elementary teachers and 45 percent of the high school 
teachers had at least a Bachelor's plus 15 but not a 
Master's degree. 
Study Variables Descriptive Data 
Descriptive data related to each of the two major study 
variables were collected from the survey instruments from 
the 42 participating teachers. The two study variables, 
instructional leadership behaviors and teacher self- 
efficacy, will be briefly discussed and comparative mean 
scores presented for each. 
Instructional Leadership Behaviors 
On a scale of 1 to 6 (l=strongly disagree to 6=strongly 
agree), teachers in the district moderately agree that their 
principals exhibit instructional leadership qualities 
(X=4.96). As Table 2 shows, the elementary teachers 
moderately agreed that their principal was an effective 
instructional leader (X=5.04), as did the high school 
teachers (X=4.88). 
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Table 2. Comparative mean scores of teachers' 
perceptions of principals' instructional 
leadership behaviors related to selected 
dimensions by building levels and 
district. (l=strongly disagree to 
6=strongly agree) 
DIMENSIONS OF INSTRUCTIONAL 
LEADERSHIP K-6 9-12 
Communication 5.21 4.94 
Team Building 4.87 4.81 
Motivation Building 5.16 5.13 
Capability to Lead 4.50 4.43 
LEADERSHIP 
(ALL DIMENSIONS) 5.04 4.88 
The dimensions that comprise the principals' 
instructional leadership behaviors are discussed below. The 
individual survey items used to determine the teachers' 
perceptions of each dimension are presented. 
Communication Openness: Principals in this district 
are perceived to have effective communication skills (see 
Table 2). As Table 3 shows, elementary teachers moderately 
to strongly agreed that their principal supported their 
teaching efforts (X=5.50) and provided feedback on their 
strengths and weaknesses (X=5.50). Two of the elementary 
teachers slightly disagreed that the principal was an active 
listener (X=4.82), and two disagreed that the principal was 
sensitive to their teaching needs when expressed (X=4.82). 
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As reported in Table 4, 80 percent of the respondents 
from the high school moderately to strongly agreed that 
teacher observations are a positive experience (X=5.20), 
believing that the principal encourages spontaneous 
instructional decisions during the observation (X=5.20) and 
subsequently provides constructive feedback based on the 
observation (X=5.20). Four of the high school teachers 
slightly or moderately disagreed that they felt confident in 
asking their principal for assistance (X=4.45), and five 
slightly disagreed that the principal was an active listener 
(X=4.65). 
Team Building: Teachers also perceive their principals 
as working to establish a collegial environment that 
encourages shared decision making (see Table 2). As Table 5 
shows, 20 of the 22 respondents from the elementary 
moderately or strongly agreed that they view their principal 
as a colleague and mentor in the profession (X=5.27). 
Nineteen of the elementary teachers also moderately or 
strongly agreed that they have input about teaching 
improvements in their evaluation conferences (X=5.23). 
Thirty-two percent of the elementary teachers disagreed that 
the principal and teacher cooperated to share instructional 
responsibilities (X=4.05). 
Table 6 shows that eighty percent of the high school 
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evaluation conferences they have input about teaching 
improvements (X=5.15) and that in post-observation 
conferences teaching assessments and decisions are shared by 
the principal and the teacher (X=5.05). Five teachers from 
the high school slightly or moderately disagreed that the 
principal and teacher cooperate to share instructional 
responsibilities (X=4.500). 
Motivation Building: The principals are seen as being 
able to motivate others (see Table 2). As Table 7 shows, 
100 percent of the elementary teachers moderately or 
strongly agreed that the elementary principal showcases the 
school in the community (X=5.73) and sets high expectations 
for others (X=5.68). Three respondents from the elementary 
slightly or moderately disagreed that the principal uses 
positive messages and frequent praise to motivate others 
(X=4.68). 
Table 8 shows that 90 percent of the respondents from 
the high school moderately or strongly agreed that their 
principal established high expectations for students, 
faculty, and staff (X=5.55). Four teachers slightly or 
moderately disagreed that the high school principal works to 
catch others succeeding (X=4.850). 
Capability to Lead: Teachers had mixed feelings about 
their principals' capability to serve as effective 
instructional leaders (see Table 2). Table 9 shows that 87 
49 
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percent of the respondents from the elementary moderately or 
strongly agreed that their principal had the qualifications 
to provide leadership (X=5.27). However, 50 percent 
slightly or moderately agreed that principals are too busy 
to serve as an instructional leaders (X=3.73). 
As Table 10 shows, high school teachers moderately or 
strongly agreed that their principal has the ability to help 
teachers improve instruction (X=4.90), but 45 percent of 
respondents from the high school felt that principals are 
too busy to be instructional leaders (X=3.95). 
When considering the 29 items used to determine 
instructional leadership behaviors altogether, respondents 
from both the high school and the elementary perceived the 
building principals as most able to establish high 
expectations for students, faculty, and staff. Teachers 
from both buildings also agreed that principals had the most 
difficulty in finding enough time to serve as effective 
instructional leaders. 
Teacher Self-Efficacy 
When considering the levels of personal and general 
teaching efficacy at the elementary and high school 
buildings, Table 11 shows that the results from the schools 
are consistent. Teachers in both the elementary and high 
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personal teaching efficacy (X=4.55). Overall ratings of 
general teaching efficacy from both buildings were also very 
similar. Teachers fluctuated from slightly disagreeing to 
slightly agreeing on their feelings of general teaching 
efficacy, with elementary teachers reporting an overall mean 
score of 3.70, and high school teachers reporting 3.69. 
Table 11. Comparative mean scores of selected 
dimensions of teacher efficacy by building 
levels and district. (l=strongly disagree 
to 6=strongly agree) 
DIMENSIONS OF TEACHER 
EFFICACY K-6 9-12 
Personal Teaching 4.55 4.55 
Efficacy 
General Teaching 3.70 3.69 
Efficacy 
The separate dimensions of teacher self-efficacy are 
discussed below. The individual survey items used to 
determine the teachers' levels of general and personal 
teaching efficacy are presented. 
Personal Teaching Efficacy: Teachers from both 
elementary and high school buildings slightly to moderately 
agreed that they are capable of making a difference with 
students in their classroom (see Table 11). There are some 
differences, however, between elementary and high school 
teachers in what ways they feel they are effective. Table 
12 shows that 87 percent of the teachers in the elementary 
55 
setting moderately or strongly agreed that they have the 
ability to help students with short attention spans to 
remain on task (X=5.091). As Table 13 reports, 95 percent 
of high school teachers moderately to strongly agreed that 
they are able to effectively deal with discipline problems 
involving a disruptive student (X=5.300). 
Respondents were less positive, however, about their 
ability to effectively deal with all learning problems. 
Eight elementary teachers slightly to moderately disagreed 
that they had the adequate training to handle most difficult 
learning situations (X=3.86). Seven high school teachers 
also slightly to moderately disagreed that they had enough 
training to handle any learning problem (X=3.90). 
General Teaching Efficacy: Teachers in the district 
were less confident in the ability of teachers in general to 
make a positive difference in the lives of students (see 
Table 11). As Table 14 shows, eighteen (82%) elementary 
teachers moderately to strongly believed that the school 
rules and policies did not interfere with their teaching 
(X=5.14). However, 96 percent of the elementary teachers 
felt to some degree that if parents would do more at home, 
teachers could do more at school (X=2.18). Respondents from 
the elementary setting also felt that individual differences 
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Table 15 shows that 73 percent of the high school 
teachers moderately or strongly disagreed that teachers are 
not a very powerful influence on student achievement 
(X=5.05). Eighty-five percent of the high school teachers 
agreed at some level that if parents would do more at home, 
teachers could do more at school (X=2.50). High school 
teachers also believed that their ability to discipline in 
the classroom was directly related to parental discipline in 
the home (X=2.750). Teachers in both the high school 
(X=2.850) and the elementary (X=2.409) use parent-teacher 
conferences as a source of information for how much to 
expect from students based on parents' values and attitudes. 
When considering the 30 items used to determine levels 
of personal and general teaching efficacy, the respondents 
saw themselves as most able to handle discipline problems 
and keep students on task. They believed they are supported 
by school policies and rules. They also believed that 
teachers are a powerful influence on student achievement. 
However, the teachers saw their impact on students affected 
by parents' influence and home environment. Respondents 
rated themselves as higher on their personal ability to 
influence student achievement than they rated the ability of 
teachers to overcome outside negative influences to make a 
difference in student learning. 
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Hypothesis Testing 
To answer questions presented in this study, seven 
specific hypotheses were stated in the null form and tested. 
The seven null hypotheses are presented and discussed in the 
order of the research hypotheses presented in Chapter I. 
Each null hypothesis was tested with the significance level 
set at 0.05. 
Ho 1 There are no significant relationships between the 
levels of personal teaching efficacy and the 
levels of general teaching efficacy of elementary 
and secondary teachers. 
The hypothesis was developed to examine whether or not 
the levels of personal teaching efficacy of teachers were 
related to their levels of general teaching efficacy. This 
hypothesis was tested using Pearson product-moment 
correlation analysis. As Table 16 shows, general teaching 
efficacy and personal teaching efficacy had little 
correlation at the high school (r=.25) and elementary 
(r=-0.07) levels. There are no significant relationships 
between the levels of personal teaching efficacy and the 
levels of general teaching efficacy of elementary and 
secondary teachers. 
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Table 16. Pearson product moment correlation of 
instructional leadership and teacher efficacy 
dimensions. 
9-12 Commun¬ Team Motiva¬ Capable General 
ication Building tion to Lead Efficacy 
Personal 
Efficacy -.0600 .0128 . 0075 .4300 . 2526 
General 













Efficacy .3089 .4205 . 3080 -.2712 -.0659 
General 
Efficacy . 1509 .0565 . 1800 . 6686** 
1.0000 
* Significant at .05 level 
** Significant at .01 level 
Ho 2 There are no significant relationships between 
elementary teachers' perceptions of the 
effectiveness of instructional leadership 
behaviors of the building principal and their 
levels of personal teaching efficacy. 
The hypothesis was developed to examine whether or not 
the levels of personal teaching efficacy of elementary 
teachers were related to their perceptions of the 
effectiveness of the building principal as an instructional 
leader. This hypothesis was tested using Pearson product- 
moment correlation analysis. As Table 16 illustrates, 
personal teaching efficacy at the elementary level had a low 
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correlation with the four dimensions of instructional 
leadership: communication openness (r=.31), team building 
(r=.42), motivation building (r=.31) and capability to lead 
(r=-0.27). Elementary teachers' perceptions of the 
instructional leadership behaviors of the principal are not 
significantly related to their levels of personal teaching 
efficacy. 
Ho 3 There are no significant relationships between 
secondary teachers' perceptions of the 
effectiveness of instructional leadership 
behaviors of the building principal and their 
levels of personal teaching efficacy. 
The hypothesis was developed to examine whether or not 
the levels of personal teaching efficacy of secondary 
teachers were related to their perceptions of the 
effectiveness of the building principal as an instructional 
leader. This hypothesis was tested using Pearson product- 
moment correlation analysis. As Table 16 shows, personal 
teaching efficacy at the high school level had little 
correlation with communication openness (r=-0.06), team 
building (r=-0.01), and motivation building (r=.01). 
Personal teaching efficacy in the high school had a low 
correlation with capability to lead (r=.43). High school 
teachers' perceptions of the instructional leadership 
behaviors of the principal are not signficantly related to 
their levels of personal teaching efficacy. 
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Ho 4 There are no significant relationships between 
elementary teachers' perceptions of the dimensions 
of instructional leadership behaviors of the 
building principal and their levels of general 
teaching efficacy. 
The hypothesis was developed to examine whether or not 
the levels of general teaching efficacy of elementary 
teachers were related to their perceptions of the 
effectiveness of the building principal as an instructional 
leader. This hypothesis was tested using Pearson product- 
moment correlation analysis. Table 16 shows that general 
teaching efficacy at the elementary level had little 
correlation with communication openness (r=.15), team 
building (r=-0.06), and motivation building (r=.18). 
General teaching efficacy was moderately correlated with 
capability to lead (r=.67). Elementary teachers' 
perceptions of the effectiveness of the principal as an 
instructional leader in the areas of communication openness, 
team building, and motivation building are not significantly 
related to their levels of general teaching efficacy. 
Teachers' perceptions of the effectiveness of the principal 
as an instructional leader in the area of capability to lead 
are significantly related to their levels of general 
teaching efficacy. 
Ho 5 There are no significant relationships between 
secondary teachers' perceptions of the dimensions 
of instructional leadership behaviors of the 
building principal and their levels of general 
teaching efficacy. 
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The hypothesis was developed to examine whether or not 
the levels of general teaching efficacy of secondary 
teachers were related to their perceptions of the 
effectiveness of the building principal as an instructional 
leader. This hypothesis was tested using Pearson product- 
moment correlation analysis. As Table 16 shows, general 
teaching efficacy at the high school level was moderately 
correlated with teachers' perceptions of communication 
openness (r=.54), team building (r=.52), and motivation 
building (r=.55). General teaching efficacy and capability 
to lead had a low correlation at the high school level 
(r=.43). High school teachers' perceptions of the 
effectiveness of the principal as an instructional leader in 
the areas of communication openness, team building, and 
motivation building are significantly related to their 
levels of general teaching efficacy. Teachers' perceptions 
of the effectiveness of the principal as an instructional 
leader in the area of capability to lead are not 
significantly related to their levels of general teaching 
efficacy. 
Ho 6 There are no significant differences in teachers' 
ratings of the dimensions of instructional 
leadership behaviors by educational training, 
building level, gender, or years of experience in 
education. 
This hypothesis was developed to determine if there are 
any differences in teachers' perceptions of instructional 
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leadership behaviors of the building principal based on the 
educational training, building level, gender or years of 
experience in education of teachers. This hypothesis was 
tested using a one way analysis of variance (ANOVA). None 
of the demographic factors made a significant difference in 
teachers' perceptions of instructional leadership behaviors 
of principals (see Appendix C). 
Ho 7 There are no significant differences in teachers' 
ratings of personal and general teaching efficacy 
by educational training, building level, gender, 
or years of experience in education. 
This hypothesis was developed to determine if there are 
any differences in teachers' levels of personal and general 
teaching efficacy based on the educational training, 
building level, gender, or years of experience in education 
of teachers. This hypothesis was tested using a one way 
analysis of variance (ANOVA). None of the demographic 
factors made a significant difference in levels of personal 
teaching efficacy or general teaching efficacy, although 
levels of general teaching efficacy as classified by gender 
approached the level of significance, with p=.0550 (see 
Appendix C). Female teachers tended to report higher levels 
of general teaching efficacy than did male teachers. 
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CHAPTER V. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 
The primary purpose of this study was to examine the 
relationship between teachers' self-efficacy rates and their 
perceptions of the instructional leadership behaviors of the 
building principal. The study investigated the relationship 
between the two dimensions of teacher self-efficacy. The 
impact of variables such as gender, teaching experience, 
educational training, and building level of the teachers on 
their self-efficacy rates and perceptions of instructional 
leadership was also examined. This chapter has been 
organized into the following sections: 1) a summary of the 
study, 2) conclusions, and 3) recommendations for future 
practice and further research. 
Summary 
This study was limited to teachers employed by a school 
district in rural Iowa. Research questions dealt with (1) 
teacher self-efficacy and factors related to self-efficacy 
in teachers, (2) instructional leadership behaviors of 
principals as perceived by teachers and factors related to 
instructional leadership, (3) the possible relationship 
between instructional leadership behaviors and teacher 
efficacy levels, (4) the impact of demographic variables on 
teachers' self-efficacy levels, and (5) the impact of 
demographic variables on teachers' perceptions of the 
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building principal as an instructional leader. 
A review of some of the relevant literature and 
research on self-efficacy and instructional leadership was 
presented. A cover letter and two survey instruments, 
Teacher Self-Efficacy Scale and Instructional Leadership 
Behaviors, were used in the collection of data. Pearson 
product-moment correlation analysis was conducted to 
determine if relationships existed among the study 
variables. A one way analysis of variance (ANOVA) was used 
to determine if differences in responses were based on 
specified demographic factors. The major findings of the 
investigation are as follows: 
1. Elementary teachers in the district moderately 
agreed that their principal is an effective instructional 
leader. The elementary principal is viewed as being 
particularly effective in communicating openly with teachers 
and in the ability to motivate others. Half of the 
elementary teachers felt principals do not have adequate 
time to effectively serve as instructional leaders. 
2. The secondary teachers also moderately agreed that 
their principal is effective in providing instructional 
leadership. The secondary principal is seen as most 
effective in working to motivate others. Forty-five percent 
of the secondary teachers felt principals are too busy to 
serve as effective instructional leaders. 
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3. Respondents from both the elementary school and 
secondary school slightly to moderately agreed that they 
personally had the ability to make a difference with 
students in the classroom. Both groups of teachers were 
less positive about teachers' abilities to overcome external 
factors to increase student learning. Teachers in the 
district especially felt that outside influences such as 
parent participation and adequate discipline at home have 
more of an impact on student achievement. 
4. The levels of personal teaching efficacy were not 
related to the levels of general teaching efficacy. 
5. The levels of personal teaching efficacy were not 
related to teachers' perceptions of effective instructional 
leadership in either building. 
6. In the high school, levels of general teaching 
efficacy were related to the perceived effectiveness of the 
instructional leader in the areas of communication openness, 
team building, and motivation building. Secondary teachers' 
levels of general teaching efficacy were not related to 
their perceptions of the principal's capability to lead. 
7. In the elementary, levels of general teaching 
efficacy were related to the perceived effectiveness of the 
principal as instructional leader in the area of capability 
to lead. Elementary teachers' levels of general teaching 
efficacy were not related to their perceptions of the 
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effectiveness of the principal in the areas of communication 
openness, team building, and motivation building. 
8. None of the demographic variables made a 
significant difference in the efficacy levels of teachers or 
in their perceptions of the instructional leadership 
behaviors of the building principal, although female 
teachers tended to report higher levels of general teaching 
efficacy than did male teachers. 
Conclusions 
This study provides some revealing findings about 
teacher efficacy levels and teachers' perceptions of the 
principal as an instructional leader. Demographic 
variables, such as gender, teaching experience, building 
level, and educational training, made no significant 
difference in teachers' feelings of personal or general 
teaching efficacy or their perceptions of the instructional 
leadership behaviors of the principal. Only general 
teaching efficacy as classified by gender approached the 
level of significance, with female teachers tending to have 
higher general teaching efficacy levels than male teachers. 
Future research studies conducted on teacher self-efficacy 
should examine if male teachers and female teachers differ 
in their teacher self-efficacy levels. 
The fact that general teaching efficacy was not 
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correlated to personal teaching efficacy supports prior 
research studies that identify the two types of efficacy as 
separate constructs (Ashton et al., 1983; Ashton, 1985; 
Denham & Michael, 1981; Gibson & Dembo, 1984). General 
teaching efficacy is related more to environmental 
conditions outside the teacher's immediate control, while 
personal teaching efficacy is more a reflection of the 
individual teacher's self-assessment of his or her teaching 
abilities. General teaching efficacy and personal teaching 
efficacy should be examined as separate traits. 
Personal teaching efficacy was not related to teachers' 
perceptions of the principal as an effective instructional 
leader in either building. Bandura's (1977, 1981) 
identification of the sources of efficacy information may 
provide some explanation for why the instructional 
leadership behaviors measured by the survey are not related 
to teachers' levels of personal teaching efficacy. 
According to Bandura, the four sources of efficacy 
information in order of importance are as follows: actual 
performance accomplishments, vicarious exeriences of 
observing the performance of others, verbal persuasion, and 
physiological arousal. An examination of the instructional 
leadership survey reveals that many of the items included in 
the survey measure the principal's ability to verbally 
persuade teachers of their teaching abilities. Bandura 
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(1977, 1981) believes that verbal persuasion is a 
comparatively weak source of efficacy information, 
especially if the individual has had past personal 
experiences that negate the verbal encouragement. 
Principals who wish to positively influence teachers' 
levels of personal teaching efficacy should be aware of the 
power of past personal experiences and vicarious 
experiences. Teachers need to be involved in staff 
development programs that engage them in practicing new 
techniques that will increase student learning. 
Experiencing success in teaching will do much more for 
teachers to boost their levels of personal teaching efficacy 
than merely receiving verbal encouragement to try new 
teaching methods. Having teachers observe others' 
accomplishments will also encourage them to try new and 
unfamiliar practices, especially if they perceive the model 
to be someone similar to themselves (Bandura, 1977) . 
At the secondary level, teachers who felt that the 
principal was an effective instructional leader in the areas 
of communication openness, team building, and motivation 
building reported higher levels of general teaching 
efficacy. This correlation between the perceived 
effectiveness of the instructional leader and levels of 
general teaching efficacy supports previous studies that 
have determined the building principal's effectiveness as an 
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instructional leader to be an important factor in enhancing 
teacher self-efficacy levels (Ashton, et. al., 1983; Ashton, 
et. al., 1984; Grafton, 1987; Martin, 1990). 
Establishing a correlation between perceived 
instructional leadership behaviors and teachers' levels of 
general teaching efficacy has two possible implications. 
One possibility is that in addition to organizational 
factors having an impact on efficacy levels, a teacher's 
sense of teaching efficacy may also influence how that 
teacher views factors related to the school setting 
(Bandura, 1977; Garrett, 1978). Thus, a teacher who does 
not believe that teachers can make a difference with 
students may perceive the building principal to be less 
effective as an instructional leader than other teachers in 
the same situation. 
Another possibility is that the secondary teachers who 
exhibited low senses of general teaching efficacy may not 
have the same relationship with the principal that other 
teachers have precisely because of their attitudes and 
beliefs about the ability of teachers to impact student 
achievement (Barth, 1988; Liebermann, 1988). These teachers 
may be excluded from the decision-making structures and open 
communication practices others have experienced, which could 
serve to lower their overall opinion of the effectiveness of 
the principal as the instructional leader. 
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At the elementary level, teachers who perceived the 
principal as an effective instructional leader in the area 
of capability to lead reported higher levels of general 
teaching efficacy. Teachers who felt that the principal had 
the necessary qualifications and adequate time to serve as 
the instructional leader were also rated higher in their 
levels of general tea 
At the elementary level, teachers who perceived the 
principal as an effective instructional leader in the area 
of capability to lead reported higher levels of general 
teaching efficacy. Their perceptions of the principal in 
the other areas of instructional leadership—communication 
openness, team building, and motivation building—were not 
related to their feelings of general teaching efficacy. 
Because general teaching efficacy reflects teachers' 
beliefs about students, teaching, and education, other 
factors in this situation may be more influential than the 
instructional leadership behaviors of the principal in 
determining teachers' attitudes about general teaching 
efficacy. The four sources of efficacy information 
(Bandura, 1977; Bandura, 1981) previously discussed in 
regard to personal teaching efficacy may also provide an 
explanation for why the perceived effectiveness of the 
principal as an instructional leader is not related to 
elementary teachers' general teaching efficacy levels. As 
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was previously mentioned, many of the items included in the 
instructional leadership survey measure the principal's 
ability to verbally persuade teachers of their teaching 
abilities. However, if teachers have had past experiences 
that contradict the principal's message in regard to their 
ability to overcome outside influences when teaching 
difficult students, the majority will rely on their past 
experiences before they will trust and act on verbal 
messages to the contrary. 
Principals should be aware that if they want to change 
teachers' underlying belief systems that are reflected in 
low levels of general teaching efficacy, they will have to 
use more than mere verbal persuasion to convince teachers 
that they have the ability and the responsibility to educate 
all students despite negative outside influences. Teachers 
need to talk to other teachers who have adapted their 
teaching methods to provide successful learning experiences 
for students. Principals also need to provide ways for 
teachers themselves to experience success in adapting their 
classroom to meet the needs of a wide variety of students. 
Recommendations 
Based on the results of this study, the author offers 
the following recommendations: 
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Recommendations for Practice 
1. School officials, recognizing the difficulty of 
influencing teaching efficacy levels, should recruit, hire 
and retain teachers who exhibit a strong sense of personal 
and general teaching efficacy. 
2. Principals need to find ways to influence personal 
teaching efficacy. Relying solely on verbal encouragement 
will do little to persuade teachers that they are effective 
in the classroom if their past experiences have convinced 
them otherwise. Providing teachers with quality training in 
effective teaching methods that incorporates individual 
performance accomplishments can enhance teachers' feelings 
of personal teaching efficacy. 
3. Principals need to identify and address the 
underlying belief systems that are reflected in teachers' 
low levels of general teaching efficacy. Teachers should be 
given the opportunity to discuss their individual beliefs in 
regard to students, teaching, and education with other 
teachers. Discovering how others in the same school setting 
differ and agree with one's values will encourage each 
individual to re-examine his or her own attitudes and 
consider other points of view. Principals can use these 
opportunities to provide teachers with ways to deal with and 
adapt to external conditions that they perceive as limiting 
their effectiveness in the classroom. 
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Recommendations for Further Research 
1. Researchers need to continue to examine the 
relationship between the levels of general and personal 
teaching efficacy in teachers and instructional leadership 
behaviors of principals. Understanding what influences 
teachers' feelings of efficacy will help school officials to 
improve student achievement levels. 
2. The instruments used to measure teacher efficacy 
levels and perceived instructional behaviors of principals 
should be evaluated and refined. Some of the items used in 
both surveys need to be examined to determine their accuracy 
in measuring the dimensions. Also, instead of using the 
existing labels for the six levels on the Likert scale 
included in both instruments, a different method or 
alternative wording needs to be employed. Attaching 
"moderately agree" to number five on a scale of one to six 
is misleading, because five would seem to indicate a higher 
level of agreement than the word moderately implies. 
3. Future studies should be conducted to determine if 
differences exist in levels of personal or general teaching 
efficacy based on gender. 
4. It is recommended that a larger sample of teachers 
from a greater variety of school settings be surveyed to 
better determine if a relationship exists betweeen teachers' 
86 
perceptions of instructional leadership behaviors of the 
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The attached questionnaires are an important part of my master's thesis 
that I will be completing this summer at Iowa State University. I would 
very much appreciate it if you would take a few moments to answer the 
questions as honestly and thoughtfully as possible. In order to interpret 
the information in a meaningful way, I need to know the following about 
you. All information is given anonymously and all answers provided will 
be kept in strict confidence; no one in the district will see the individual 
questionnaires except for me. 
Please provide the following information about yourself: 
YEARS OF EXPERIENCE IN EDUCATION (INCLUDING THIS YEAR): 
1-2   
3-5   
6-10   
11-15   
16-20   
20 +   
GRADE LEVEL TAUGHT: 
(Choose the level that you teach over 50% of the time. If you feel you 
teach at two levels an equal amount of time, choose the higher level.) 
K - 6   
7 - a   
9 - 12   
EDUCATIONAL TRAINING: 
BACHELORS TO BACHELORS + 14 
BACHELORS + 15 TO BACHELORS + 29 
BACHELORS + 30 AND ABOVE BUT NOT 
INCLUDING MASTERS 
MASTERS AND ABOVE 





TEACHER QUESTIONNAIRE #1 
Please indicate the degree to which you agree or oisagree with each statement below by circling the 






strongly ately more than more than ately strongly 
1. 
disagree 
When I need instructional 
disagree agree disagree agree agree 
help, I feel confident in asking 
my principal for assistance. 
1 2 3 4 5 6 
2. If I feel ineffective, I can 
communicate this feeling to 
my principal. 
1 2 3 4 5 6 
3. I know I can receive supportive 
feedback about my teaching if 
I ask my principal for it. 
1 2 3 4 5 6 
4. My principal is very sensitive 
to my teaching needs when I 
express them. 
1 2 3 4 5 6 
5. When I need assistance or guid¬ 
ance, he/she responds to my 
needs promptly and in a sincere 
manner. 
1 2 3 4 5 6 
6. When I am evaluated on my in¬ 
structional ability, I can express 
my self-assessments openly 
without fear. 
1 2 3 4 5 6 
8. My principal is qualified to help 
teachers improve their instruc¬ 
tional abilities. 
1 2 3 4 5 6 
9. Because my principal treats me 
as a colleague, I see him/her as 
a mentor in the profession. 
1 2 3 4 5 6 
10. My principal shows support of 
my teaching efforts. 
1 2 3 4 5 6 
1 1 . When I am observed by my prin¬ 
cipal, it is a positive experience 
for me. 




















1 2. When I am observed, my prin- 1 
cipal gives me specific feedback 
on my instructional strengths 
and weaknesses. 
2 3 4 5 6 
13. Principals are too busy to be 
instructional leaders for 
teachers in a school building. 
1 2 3 4 5 6 
14. My principal promotes my 
ability to decide on instructional 
behaviors that affect student 
learning. 
1 2 3 4 5 6 
15. lam encouraged by my principal 
to take a leading role with 
instructional decisions. 
1 2 3 4 5 6 
16. lam given collegial responsibil¬ 
ities by my principal that help me 
to assess and improve my teaching 
abilities. 
1 2 3 4 5 6 
17. My principal trusts that I can 
perform the behaviors that affect 
student learning. 
1 2 3 4 5 6 
18. My principal and I cooperate to 
share instructional responsibil¬ 
ities. 
1 2 3 4 5 6 
19. My pre-observation conferences 
make me feel that I'm in charge of 
teaching performances. 
1 2 3 4 5 6 
20. In post-observation conferences, 
teaching assessments and decisions 
are shared by my principal and me. 
1 2 3 4 5 6 
21. When my principal is observing 
me, I feel free to make spontan¬ 
eous instructional decisions in 
relation to classroom events. 
1 2 3 4 5 6 
22. In my evaluation conferences with 
my principal, I have some input 
1 2 3 4 5 6 




23. My principal expects the best from 1 
students, faculty, and staff. 
24. My principal sends positive 1 
messages and gives frequent 
praise. 
25. My principal works to catch 1 
others succeeding. 
26. He/she is an active listener. 1 
27. My principal showcases the 1 
school in the community. 
28. lam encouraged to help and 1 
support colleagues. 
29. I receive help and support from 1 
my colleagues. 
30. My principal encourages invent- 1 
iveness and creativity. 
slightly sl.ightly 
moder¬ disagree, agree. moder¬ 
ately more than more than ately strongly 
disagree agree disagree agree agree 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
2 3 4 5 6 
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TEACHER QUESTIONNAIRE #2 
Please indicate the degree to which you agree or disagree with each statement below by circling the appr 



















1. When a student does better 1 2 
than usual, many times it 
is because I exerted a little 
extra effort. 
2. The hours in my class have 1 2 
little influence on students 
compared to the influence of 
their home environment. 
3. If parents comment to me that 1 2 
their child behaves much better 
at school than he/she does at 
home, it would probably be 
because I have some specific 
techniques of managing his/her 
behavior which they lack. 
4. The amount that a student can 1 2 
learn is primarily related to 
family background. 
5. If a teacher has adequate skills 1 2 
and motivation, she/he can get 
through to the most difficult 
students. 
6. If students aren't disciplined 1 2 
at home, they aren't likely to 
accept any discipline. 
7. I have enough training to deal 1 2 
with almost any learning 
problem. 
8. My teacher training program 1 2 
• and/or experience has given 
me the necessary skills to be 
an effective teacher. 
3 4 5 6 
3 4 5 
3 4 5 6 
3 4 5 6 
3 4 5 6 
3 4 5 6 
3 4 5 6 
3 4 5 6 
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slightly slightly 
moder- disagree, agree, moder- 
strongly erately more than mere than erately 
disagree disagree agree disagree agree 
9. Many teachers are stymied in 1 
their attempts to help students 
by lack of support from the 
community. 
10. Some students need to be 1 
placed in slower groups so 
they are not subjected to 
unrealistic expectations. 
11. Individual differences among 1 
teachers account for the wide 
variations in student achieve¬ 
ment. 
1 2. When a student is having 1 
difficulty with an assign¬ 
ment, I am usually able to 
adjust to his/her level. 
13. If one of my new students 1 
cannot remain on task for a 
particular assignment, there 
is little that I could do to 
increase his/her attention 
until he/she is ready. 
14. When a student gets a better 1 
grade than he/she usually gets, 
it is usually because I found 
better ways of teaching that 
student. 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
2 3 4 5 
15. When I really try, I can get 1 2 3 4 5 
through to most difficult stu¬ 
dents. 
16. A teacher is very limited in 1 2 3 4 5 
what he/she can achieve be¬ 
cause a student's home envir¬ 
onment is a large influence on 
his/her achievement. 
17. Teachers are not a very pow- 1 2 3 4 5 
erful influence on student 






















more than erately 
disagree agree 
18. If students are particularly 1 2 3 4 5 
disruptive one day, I ask 
myself what I have been doing 
differently. 
19. When the grades of my stu- 1 2 3 4 5 
dents improve it is usually 
because I found more effective 
teaching approaches. 
20. If my principal suggested that I 12 3 4 
change some of my class curri¬ 
culum, I would feel confident 
that I have the necessary skills 
to implement the unfamiliar 
curriculum. 
21. If a student masters a new math 1 2 3 4 5 
concept quickly, this might be 
because I knew the necessary 
steps in teaching that concept. 
22. Parent conferences can help a 1 2 3 4 5 
teacher judge how much to ex¬ 
pect from a student by giving 
the teacher an idea of the par¬ 
ents' values toward education, 
discipline, etc. 
23. If parents would do more with 1 2 3 4 5 
their children, I could do more. 
24. If a student did not remember 1 2 3 4 5 
information I gave in a pre¬ 
vious lesson, I would know how 
to increase his/her retention in 
the next lesson. 
25. If a student in my class becomes 1 2 3 4 5 
disruptive and noisy, I feel as¬ 
sured that I know some techniques 
to redirect him/her quickly. 
26. School rules and policies hinder 1 2 3 4 5 
my doing the job I was hired to do. 
27. The influences of a student's 1 2 3 4 5 
home experiences can be over¬ 















moder- disagree. agree. moder- 
strongly erately more than more than erately 
disagree disagree agree disagree agree 
28. When a child progresses after 1 
being placed in a slower group, 
it is usually because the teacher 
has had a chance to give him/ 
her extra attention. 
2 3 4 5 
29. If one of my students couldn't 1 
do a class assignment, I would 
be able to accurately assess 
whether the assignment was at 
the correct level of difficulty. 
2 3 4 5 
30. Even a teacher with good 1 2 3 4 5 
teaching abilities may not 
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cklist for Attachments and Time Schedule 
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following are attached (please check): 
Letter or written statement to subjects indicating clearly: 
a) purpose of the research 
b) the use of any identifier codes (names, #'s), how they will be used, and when they will be 
removed (see Item 17) 
c) an estimate of time needed for participation in the research and the place 
d) if applicable, location of the research activity 
e) how you will ensure confidentiality 
0 in a longitudinal study, note when and how you will contact subjects later 
g) participation is voluntary; nonparticipation will not affect evaluations of the subject 
Ij Consent form (if applicable) 
Letter of approval for research from cooperating organizations or institutions (if applicable) 
3 Data-gathering instruments 
Anticipated dates for contact with subjects: 
First Contact Last Contact 
May 29, 1992  May 29, 1992   
Month / Day / Year Month / Day / Year 
If applicable: anticipated date that identifiers will be removed from completed survey instruments and/or audio or visual 
tapes will be erased: 
Month / Day / Year 
Signature; of Departmental Execu^^e Officer^ Date Department or Administrative Unit 
s 
Decision of the University Human Subjects Review Committee: 
Project Approved Project Not Approved  No Action Required 
Patricia M. Keith  
Name of Committee Chairperson 
'AUsVg  




LYSIS OF VARIANCE PROCEDURES 
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Table 17. One Way Analysis of Variance (ANOVA) of 
Instructional Leadership Behaviors 
(significance level set at p < .05) 
Communication Team 
Openness    Building 
Variable F df P F df P 
Training . 5088 3/39 .6785 1.2847 3/39 .2932 
Building 1.0580 1/40 .3099 . 0692 1/40 .7928 
Gender 1.6447 1/41 .2069 .8629 1/41 .3584 





Variable F df P F df P 
Training 1.1436 3/39 . 3435 . 5483 3/39 . 6522 
Building . 0211 1/40 .8854 . 0681 1/40 .7955 
Gender 1.6016 1/41 .2128 .4370 1/41 . 5123 
Experience 1.1934 5/37 .3313 1.4981 5/37 .2141 
Table 18. One Way Analysis of Variance (ANOVA) of 
Teacher Efficacy (significance level set 
at p < .05) 
Personal Teaching General Teaching 
Efficacy Efficacy  
Variable F df P F df P 
Training 2.0954 3/39 . 1165 1.2406 3/39 .3081 
Building . 0033 1/40 .9547 .0051 1/40 .9434 
Gender .3930 1/41 .5342 3.9016 1/41 .0550 
Experience 1.5534 5/37 . 1974 1.0727 5/37 .3912 
*5 / N1-/^3 
